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To examine the key factors that lead to effective implementation of school-wide 
behavior interventions, this study examined the extent to which school-wide behavior 
interventions were implemented in four Hong Kong schools. The study also explored 
Hong Kong teachers ’ beliefs about behavioral and social skill programs for secondary 
students with social, emotional, and behavioral difficulties. Findings indicated that the 
adoption of behavioral and social skill programs were common practices in schools 
and that the majority of participants in the present study believed that behavioral and 
social skill programs should be implemented in schools at an early stage. 
Furthermore, findings suggested that it is important to consider the interrelationship of 
professional, strategic, contextual, and attitudinal factors that support students ’ social 
competence and minimize their challenging behavior. 


Social and behavioral problems of children have become a very important educational issue in many 
countries in the world. Teachers consistently report that poor social skills and classroom discipline have 
been primary concerns of schools (e.g., Corso, 2007; Department of Education National Center for 
Education Statistics, 2007; Ross, Romer, & Horner, 2012). In the context of Hong Kong, the public 
media often report cases of students with social and behavioral difficulties. For instance, in November 
2010, in an elite secondary school in Tai Po, Hong Kong, two male students were reported to have 
distributed 40,000 Hong Kong dollars (about 6,000 USD) and eight Smart Phones to their classmates. 
Although their purpose was to gain attention from their peers—especially their female classmates, by 
showing off their wealth, their behavior had caused unrest in the school. One of the boys was then 
reported to have chronic social, emotional, and behavioral difficulties (SEBD; Cheng, 2010). 

How can teachers support the social competence development of students with SEBD? Many researchers 
and practitioners have noted that by providing social skills interventions, the school can become an 
optimal setting that fosters the development of social competence in students with behavioral problems. 
In view of the potential educational outcomes for all students, as proposed by some researchers (e.g., 
Algozzine & Algozzine 2005, Algozzine & Kay 2001, Lane, Wehby, Robertson, & Rogers 2007; Upreti, 
Liaupsin, and Koonce 2010), school-wide behavior interventions have been recommended as an effective 
strategy to promote inclusive education, prevent the development of problem behavior, and reduce the 
impact or intensity of problem behavior occurrences. 

Literature Review 

A significant number of studies concerning the effectiveness of various behavioral interventions have 
been documented over the past 10 years (e.g., Baker, Lang, & 0‘Reilly, 2009; Chen & Estes, 2007; 
Greenhalgh, 2001; Gulchak, 2008; Poon-McBrayer & Lian, 2002; Regan, 2009; Richardson & Shupe, 
2003). However, there has also been both uniformity and inconsistency with regard to the essential 
constituents of supporting social competence and preventing challenging behavior among students. 

Effectiveness of school-wide interventions 

Effective school-wide interventions that meet the needs of all students have been recognized as crucial in 
ameliorating educational outcomes for students, and especially those with SEBD (Algozzine & Kay, 
2001). Bradshaw, Koth, Bevans, Ialongo, and Leaf (2008), Clough (2005) and Kirk (2009) further 
argued that students with SEBD are at high risk of failing in school and often fall behind because they do 
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not receive appropriate interventions at an early stage. Algozzine and Algozzine (2005) emphasized that 
one of the key features of proactive school-wide behavior interventions is the inclusion of all students in 
schools that emphasize a three-level intervention framework (i.e., primary, secondary and tertiary 
interventions) and address a wide range of needs across the three groups (Algozzine & Algozzine, 2005). 
Similarly, Lane, Wehby et al. (2007) promoted the implementation of school-wide interventions by 
claiming that this framework provided a systematic approach to preventing the development of new 
behavioral problems, while providing the necessary level of support to manage existing behavioral 
concerns (p. 3). 

Although many other educators consider that individualized tailored interventions are necessary for 
students with SEBD, some educators and psychologists have contended that whole-school interventions 
are by no means less significant than individualized tailored interventions, and are therefore highly 
recommended to be adopted in the education field (e.g., Algozzine & Algozzine, 2005; Lane, Wehby et 
al., 2007; Rogers, 2005; Royer, 2001; 2005 White, Algozzine, Audette, Marr, & Ellis, 2001; Upreti et al., 
2010). In particular, findings of White et al. (2001) and Upreti et al. (2010) indicated the potential 
efficacy of universal prevention strategies to reduce the development of new incidence and current 
prevalence of school-related problems. Similarly, the data presented in Corkum, Corbin, and Pike‘s 
(2010) and Wu, Lo, Peng, and Lo‘s (2010) studies indicated that certain typical universal or primary 
level school-wide interventions (e.g., violence prevention, conflict resolution, and social skill programs) 
are vital in monitoring student progress and identifying students in need of more intensive prevention 
efforts. 

A complementary approach to the adoption and maintenance of school-wide interventions 
Similar to Algozzine and Algozzine‘s (2005) and Bradshaw et al. (2008) studies, which emphasized the 
three-level intervention system, Siegel (2008) and Sugai and Horner (2006) proposed a three-tiered 
prevention continuum of positive behavior support. However, Sugai and Horner‘s (2006) prevention 
continuum not only showed the categorization of interventions into three levels (i.e., primary, secondary 
and tertiary interventions), but it also indicated that generalized interventions, when implemented with a 
high degree of integrity, are a prerequisite to increasing the success of individualized interventions. 

This is consistent with Corkum et al. (2010), Upreti et al. (2010) and Wu et al. (2010) studies on the 
potential student outcomes of effective pre-interventions. 0‘Neill and Stephenson's (2010), Siegel's 
(2008) and Sugai and Horner's (2006) studies also highlighted the vital importance of systems-level 
supports, such as binding, and visibility and training, to promote social competence and desired goal- 
related behaviors. 

Teaching models that promote school-wide interventions 

The framework of school-wide interventions presented above provided a foundation for educators and 
psychologists working with students with SEBD. Corso (2007) and Eox et al. (2003) described similar 
teaching models for promoting students' social-emotional development and preventing and addressing 
students' challenging behavior with respect to the school-wide interventions framework. The models 
were designed to promote the social-emotional development and behavior of all students, including those 
with and without SEBD. The four levels of practice in their teaching models (i.e., Level 1: building 
positive relationships; Level 2: implementing classroom preventive practices; Level 3: using social and 
emotional teaching strategies; and Level 4: planning intensive individualized interventions) were 
designed in a way that corresponded to the goals of school-wide interventions, as proposed by Algozzine 
and Algozzine (2005), Siegel (2008) and Sugai and Horner (2006). 

Thought-provoking issues concerning practices to promote school-wide interventions 
While positive teacher-student relationships appeared to be associated with aspects of students' social 
and behavioral adjustment in Corso's (2007) and Eox, Dunlap, Hemmester, Joseph, and Strain's (2003) 
studies, it might also be important to develop a better understanding of how negative teacher-student 
relationships affect students' social and behavioral adjustment. Murray and Murray's (2004) study 
showed that conflict in teacher-student relations was more strongly associated with students' internalized 
and externalized SEBD. Similarly, Doumen et al. (2008) study on the reciprocal sequence of interactions 
between teachers and students around disruptive behaviors in classrooms illustrated that the aggressive 
behavior of students (e.g., noncompliance, negative response or student leaves) was highly related to the 
constant negative teacher responses (e.g., commands or reprimands) to disruptive behavior. 
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Corso (2007) and Pox et al. (2003) elaborated on the practice of social and emotional teaching strategies 
by presenting different sets of strategies (e.g., describing, modeling and rehearsing) that had been 
deemed effective in teaching social emotional literacy skills in classroom contexts. Other researchers 
(e.g., Arritola, Breen, & Paz, 2009; Bullis, Walker & Sprague, 2001) suggested that social skills are best 
acquired within classroom settings where the behavior normally occurred. However, more recent studies 
have shown that it is beneficial to incorporate social skills in a digital environment in the repertoire of 
socialization strategies taught to students. Klein‘s (2008) and Richardson's (2007) studies, for instance, 
reported that social networking sites (SNSs) played a pivotal role in the inclusion of students with SEBD 
in the general population. The main reason being, compared to real life situations, digital academic and 
social environments have less space, time and social constraints, therefore students with SEBD are more 
willing to participate in such environments. 

Since most of the studies mentioned above were conducted in Western countries, it appears that more 
effort should be devoted to improving current social skill interventions practices and to identifying more 
proven strategies in the Asian context. While there have been studies that illustrated the effects of social 
skills interventions and services on students in Singapore and Taiwan (Chen & Tan, 2006; Cheng, 1998; 
Hung, 1998; Lim & Nam, 2000; Tam, 2004), it seems that there has been a lack of research in Asia and 
in particular, little emphasis has been put on evaluating the effectiveness of school-wide behavior 
interventions in Hong Kong. The present study aimed to examine the extent to which school-wide 
behavior interventions were implemented in Hong Kong secondary schools and to explore Hong Kong 
teachers' beliefs about (a) the implementation of behavioral and social skill programs within school 
contexts, and (b) the provision of a supportive learning environment in schools. More specifically, the 
present study aimed to bring new insights into the concept and significance of school-wide behavior 
interventions and to determine the key factors that lead to effective social skills interventions. 

Methodology 

The following research questions set the direction of the study: 

1. What are teachers' general beliefs about the extent to which school-wide behavior interventions had 
been effectively implemented in their schools? 

2. To what extent is there a match or a mismatch between Hong Kong secondary school teachers' 
beliefs and Corso's (2007) and Fox et al. (2003) teaching models? 

3. What are teachers' beliefs about the key factors that hinder or support teachers in facilitating 
students' social competence with respect to school-wide behavioral interventions? 

Participants 

To select schools that had implemented school-wide interventions for students with SEBD, the authors 
conducted an online search of schools that had specific programs for students with SEBD (In Hong 
Kong, the term SEBD is not a formal diagnosis, and thus there are no well-defined guidelines for its use. 
Most typically, when a child or adolescent is described as having a SEBD, this means that he or she has a 
diagnosed—or diagnosable—emotional/behavioral disorder). As a result, more than 20 school websites 
and school annual plans were reviewed. Schools that used school-wide interventions were invited to 
participate in the study. Four schools (labeled A, B, C, and D to protect the schools' privacy) responded 
in a timely manner and were therefore selected as the target schools. Teachers from the four schools 
were invited to participate in the study, and a total of 60 teaching staff agreed to be involved 
(approximately 15 individuals from each school). Nineteen of the 60 teachers (approximately five 
individuals from each school) also agreed to participate in follow-up interviews. All participants were 
involved in the implementation of school-wide behavior interventions, or had been members of the 
counseling or discipline teams of the schools. 

Procedures 

In order to examine the beliefs of teachers about school-wide interventions supporting social competence 
among secondary students in Hong Kong, a questionnaire (developed by the researchers) was sent to 
each participant. The questionnaire presented participants with 30 statements reflecting various beliefs 
about school-wide interventions and asked them to rate the extent to which they agreed with these 
statements on a five-point scale ranging from strongly disagree to strongly agree. 

To test the content and concurrent validities of the instrument, three teachers (who did not subsequently 
participate in the main study) were asked to review and give suggestions for improving the pre-test form 
of the questionnaire. Statements in the questionnaire were then revised and retested until they were 
understood accurately by each pre-test participant. Finally, the revised questionnaire was sent to two 
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experts in the field for farther review and refinement. To ensure that all participants could understand 
terms used in the questionnaire (e.g., social competence, school-wide interventions), a glossary was 
provided for each participant. 

To elicit farther information about teachers 1 beliefs concerning school-wide interventions for students 
with SEBD, follow-up interviews with 19 teachers were conducted using a semi-structured interview 
guide. The content and question flow of this guide were exploratory in nature. The exact use of the 
interview guide differed based on each participant's specific experiences. As the teachers 1 comments 
during interviews matched the majority of answers on the questionnaire, data collected from the 
interviews revealed insights and perspectives that could not be obtained from the questionnaire, and this 
enhanced the reliability of the study. 

Findings and Discussions 

Research question one: What are teachers’ general beliefs about the extent to which school-wide 
behavior interventions had been effectively implemented in their schools? 

Several of the statements in the questionnaire (i.e. Statements 1, 7, 11, 15, 18, 21, 24, and 28) focused 
specifically on teachers 1 general beliefs about school-wide interventions and the extent to which school¬ 
wide behavior interventions had been implemented in their schools. The purpose of these items was to 
examine participants 1 beliefs about and attitudes towards the structure and effectiveness of the 
intervention implemented in each school. Table 1 showed the mean responses of each school to the 
aforementioned statements in the questionnaire. 


Table 1. Teachers’ general beliefs about the extent to which school-wide behavior interventions 
had been effectively implemented in their schools 


Statement 


School A 

SchoolB 

School C 

School D 

1 

Behavioral and social skill practices have 
been effectively implementedin our 
school 

4.33 

4.47 

4.00 

427 

7 

School-wide intervention practices that 
meet the needs of ALL students are 
important forimproving educational 
outcomes for students. 

4.87 

4.80 

3.73 

3.87 

11 

Behavioral and social skill interventions 
have been adoptedin our school to meet 
the needs of ALL students 

4.73 

4.80 

3.60 

3.80 

15 

Some specific behavioral and social skill 
intervention programs have been adopted 
andimplementedinsome classes forms 

3.93 

4.07 

4.13 

427 

IS 

Specific behavioral and social skill 
intervention have been planned for 
individual students 

3.53 

3.53 

3.73 

3.60 

21 

Behavioral and social skill interventions 
implementedin our school are only for 
some individuals or groups of individuals, 
rather than for all students in our school 

1-20 

1.40 

2.40 

2.67 

24 

Behavioral and social skill interventions 
have been adoptedin our school at 3 levels 
(i.e. individual, classroom group and 
whole-school levels) 

3.80 

3.73 

3.53 

3.53 

28 

School-wide behavioralinterventions 
appearto be essential for students with 
social, emotional and behavioral 
difficulties, but NOT for all students 

1.13 

127 

2.20 

2.87 


Similar to Algozzine and Algozzine's (2005) proposed three-level school-wide intervention framework 
and Siegel's (2008) and Sugai and Horner's (2006) continuum of positive behavior support, participants 
from the four schools consistently thought that behavioral and social skill intervention practices should 
be adopted in their schools. In addition, while universal instructions or procedures were used to avert the 
onset of behavioral or social problems of all students (Corkum, Corbin, & Pike, 2010; Wu, Lo, Feng, & 
Lo, 2010), teachers indicated that more intense and specialized interventions should be provided for 
individual students. 
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Moreover, similar to Corkum et al. (2010), Sngai and Horner‘s (2006), Upreti et al. (2010) and Wu et al. 
(2010) views on the extensiveness of universal level of interventions, participants of Schools A and B 
gave particularly high ratings (higher than 4.5) for Statements 7 and 11, but particularly low ratings 
(lower than 1.5) for Statements 21 and 28 (see Table 1). This suggested that they had a very strong belief 
in the need to adopt universal prevention strategies within school contexts. According to data obtained 
from the interviews, teachers from Schools A and B had widely developed and adopted preventive 
strategies that were directed towards all students across all school settings, and had involved the school, 
families, and community members. Lor instance, in school A, in addition to programs targeted at a 
particular group/level of students (e.g.. Discipline and Motivation Camp for junior secondary students), a 
wide range of strategic prevention strategies were used for all students, and involved not only school 
teachers, but also community members from various organizations. Other prevention programs included 
bullying presentations organized by the Hong Kong Police Lorce, leadership training camps organized by 
the Salvation Army, and positive attitude talks organized by the Society of Rehabilitation and Crime 
Prevention, Hong Kong. 

Research question two: The match or mismatch between Hong Kong secondary school teachers ’ beliefs 
and Corso’s (2007) and Fox et al. (2003) teaching models 

The development and maintenance of positive teacher-student relationships, Statements 3, 8, 12, 16, 23, 
and 26 in the questionnaire focused on teachers 1 beliefs about the development, maintenance, and 
significance of positive teacher-student relationships. Table 2 shows the mean responses of each school 
to the aforementioned statements of the questionnaire. 


Table 2. Teachers’ beliefs about the development, maintenance and significance of positive 

teacher-student relationships 


Statement 


School A 

School B 

School C 

School D 

3 

It is difficult to develop andmaintain 
positive teacher-student 
interaction relationships 

2.07 

1.S0 

221 

221 

S 

Students who have social or behavioral 
problems are those who have negative 
feelings towards oneself and the school. 

4.13 

4.33 

420 

4.40 

12 

Students who always misbehave or have 
social emotional difficulties are those 
who always complain 

3.67 

4.00 

3.47 

3.53 

16 

Teachers should try to praise and approve 
more than they criticize or 
reprimand punish. 

433 

4.27 

4.47 

433 

23 

Criticizing or punishing students' 
misbehavioris an effective means to 
minimize students' challenging behavior 

1.27 

1.47 

1.53 

1.40 

26 

Rewards should be used 

liberally extensively to ensure that all 

student 5 bene fit 

4.00 

4.13 

4.33 

4.07 


With respect to Doumen et al. (2008) and Murray and Greenberg's (2006) studies on how negative 
teacher-student relationships affected the social and behavioral adjustment and functioning of students, 
participants proposed ways to optimize negative teacher-student relationships. In addition, nearly 85% 
of the participants suggested that teachers shift their attention from students who did not follow 
directions/instructions to those who did, and provide appropriate incentives or encouraging responses. 

Explicit vs. Implicit use of social and emotional teaching strategies. Statements 2, 4, 6, 10, 13, 17, 20, 
22, 27, and 30 in the questionnaire concerned teachers 1 beliefs about the use of social and emotional 
teaching strategies. Table 3 shows the mean responses of each school to the aforementioned statements 
in the questionnaire. 

Referring to the mean scores of Statements 10 and 30 in Table 3, participants of two schools (Schools B 
and D) gave high ratings for their beliefs about the early and extensive adoption of social skill programs 
within school contexts/curricula. In addition, all participants from School D claimed that special 
educators, educational psychologists and behavior interventionists had given assistance to most class 
teachers of the junior forms who were running social skill programs in their classes. 
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Table 3. Teachers’ beliefs about the use of social and emotional teaching strategies 


Statement 


School A 

School B 

School C 

School D 

2 

Social skills are best acquired during 
teachable moments, or within 
classroom settings where the 
behaviors normally occur (e.g., 
during class teacherpenods) 

433 

4.07 

4.00 

430 

4 

Appropriate social skills canbe 
taught acquired outside classroom 
(e.g.. by means of social networking 
sites) 

3.60 

3.73 

3.33 

3.20 

6 

Teachersneedto provide students 
with textual- or theory-based 
information about social skills, such 
as conflict resolution and dealing 
with anger appropriately 

237 

2.67 

2.07 

230 

10 

Social skill programs are particularly 
useful and therefore should be 
implementedin Hong Kong schools 

3.SO 

4.87 

3.67 

4.73 

13 

Social skills cannot be 

taught acquire din school contexts 

1.13 

121 

1.13 

133 

17 

Appropriate social skills canbe 
acquiredthrough different means 
(e.g.. case studies, role plays, 
experience sharing and discussion) 

4.33 

A21 

4.47 

4.33 

20 

Social skills could be incorporatedin 
the digital world. 

4.07 

4.13 

4.00 

4.07 

22 

Itis importantto enhance students' 
environment social skills (e.g., 
makingmoral decisions, using 
positive thinking patterns) 

4.40 

4.47 

4.60 

4.33 

27 

Itis teachers'responsibility to enrich 
students' social skills (e.g., conflict 
resolution, cooperating with others, 
and dealingwith anger and stress 
appropriately) 

3.93 

4.07 

430 

4.13 

30 

Social skills programs should be 
adopted in secondary schools as early 
aspossible 

U> 

GO 

O 

4.93 

3.47 

4.87 


On the other hand, with reference to the mean scores of Statement 20 in Table 3, more than 80% of the 
participants believed that social skills could be incorporated in the digital environment. Their beliefs are 
in line with the findings of Klein's (2008) and Richardson's (2007) studies on the implications of 
indirect/implicit social and emotional teaching strategies in terms of the use of the a digital environment, 
particularly social networking sites. However, contrary to Morgan's (2010) findings on the benefits and 
widespread of use of social networking sites to model appropriate social behaviors for students, 
particularly those with SEBD, most participants (75%) suggested that even though a digital environment 
may provide a possible platform for social cognition and for acquiring appropriate social behavior, it was 
difficult for them to evaluate students' outcomes with regard to the effectiveness of these strategies. 

Research question three: What are teachers ’ beliefs about the key factors that hinder or support teachers 
in facilitating students ’ social competence with respect to school-wide behavioral interventions? 

Statements 5, 9, 14, 19, 25, and 29 in the questionnaire focused on teachers' beliefs about the key factors 
that hinder or support teachers in facilitating students' social competence with respect to school-wide 
behavioral interventions. Table 4 shows the mean responses of each school to the aforementioned 
statements of the questionnaire. 

Sugai and Horner's (2006) and Siegel's (2008) studies indicated the importance of systems-level 
supports, such as Rinding, visibility, working structures, operating routines, resource supports, and staff 
development in school-wide interventions for students with SEBD. In line with these studies, 
participants in this study generally believed that the willingness of collaborative work among teachers 
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and other professionals, the acquirement of professional training and the adequacy of resource supports 
were essential criteria when judging the success of school-wide interventions. 


Table 4. Teachers’ beliefs about the key factors that hinder or support teachers in facilitating 
students’ social competence with respect to school-wide behavioral interventions 


Statement 


School A 

School B 

School C 

School D 

5 

Teachers should work with other 
colleagues as a team to help solve 
students' social and behavioral problems 

4220 

4J3 

4.00 

4.20 

9 

Teachers cansucceedin supporting 
students’ social competence and help 
solving their social and behavioral 
problems difficulties even without 
pro fe ssional training 

1.53 

ISO 

1.13 

1.60 

14 

Teachers cannot succeedin supporting 
students' social competence if they have 
negative feelings towards students who 
present social or behavioral problems 

3.SO 

4.13 

4.33 

4.00 

19 

Teachers may failto assist students with 
social, emotional, and behavioral 
difficulties problems due to inadequate 
resources providedin school contexts 

3.67 

3.93 

3.80 

4.93 

25 

Close partnership with parents is the key 
to success in enhancing students' social 
Trill; 

4.13 

All 

4.47 

4.13 

29 

Close partnership with special educators, 
schoolpsvchologists, counselors and 
behaviorinterventionists is the key to 
success in enhancing students’ 
appropriate social skills 

3.53 

4.07 

3.93 

4.87 


Participants of School D gave high ratings for their belief in systems-level supports (see the mean scores 
of Statements 19 and 29 in Table 4). They further suggested that junior form teachers had found it useful 
and necessary to receive resources and support from experienced educators, psychologists and behavioral 
interventionists when running social skills programs. The participants of School D were particularly in 
favor of the interactive follow-up sharing sessions that were arranged for them to talk things over with 
experienced educators, psychologists and behavioral interventionists, and colleagues from other schools. 

The findings above suggested that with respect to the adoption of school-wide behavioral interventions, 
three other factors—namely, professional factors, attitudinal factors and contextual factors—may also 
hinder or facilitate students 1 social competence development. In order to enhance the effectiveness of 
the interventions illustrated in Corso‘s (2007) and Pox et al. (2003) teaching models, teachers 1 
professional development opportunities in the area of social skills training are vital and should therefore 
be extensively introduced into the education field. In addition to knowledge-based courses, participants 
suggested that interactive training programs, which aimed to provide in-service teachers opportunities to 
talk things over with colleagues regarding the difficulties they encountered and the success they achieved 
with students with SEBD, should be made available. 

Regarding contextual factors, participants suggested that in order to design sound social skills programs, 
school-wide behavioral interventions should be applied within a school context where the working 
structures, operating routines, resource supports and staff development were well organized. With 
respect to attitudinal factors, participants indicated that teachers 1 beliefs about the effectiveness of 
school-wide intervention, their positive attitudes towards inclusion of students with SEBD, and the 
provision of inclusive class will also help foster students 1 social development. 

Limitations 

There are potential limitations in the present the present study. First, since only four schools were 
involved in this study, the data may not represent the responses of all teachers in Hong Kong. A small 
sample such as this can result in bias, and it gives no information about beliefs of teachers who were not 
involved in this study. Second, because of time constraints, students 1 feedback about school-wide 
interventions was not included in the study. 
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Implications 

Using findings from this present study, larger-scale research studies could be further developed to 
evaluate the effectiveness of school-wide interventions for students with SEBD. Further research studies 
could also target more secondary schools in Hong Kong. 

It would also be worthwhile to consider students 1 responses to school-wide interventions. Moreover, as 
the data of the present study suggest that besides teachers, social workers and educational psychologists 
also play an important role in school-wide interventions; further studies that involve these professionals 
may provide helpful insights into interventions that promote social competence in students with SEBD. 

Conclusions 

School-wide interventions were not favorably acknowledged by scholars in the 1990s (e.g., Lane, 
Rogers, & Parks, 2007; Sugai, Sprague, Horner, & Walker, 2000). However, the present study 
confirmed the view that school-wide behavior interventions are an effective set of strategies to promote 
inclusive education and develop students 1 social competence (Algozzine & Algozzine, 2005; Bradshaw 
et al., 2008; Lane, Wehby et al., 2007). To prevent the development of problem behavior as well as to 
reduce the impact or intensity of problem behavior occurrences, participants of this present study 
indicated that the adoption of behavioral and social skill programs were common practices in their 
schools and recommended that social skill programs be implemented in schools at an early stage. 

At the same time, according to the study, although the teacher participants generally had a strong belief 
in systems-level support, some of them reported that they found it challenging to implement school-wide 
interventions, mainly due to the lack of professional training, resources, and support from more 
experienced educators, psychologists and behavioral interventionists. To increase the effectiveness of 
school-wide interventions in secondary schools in Hong Kong, it is also high time that different parties in 
the education field, including teachers, educators, psychologists and behavioral interventionists, focus 
more on the potential effect of contextual, professional, and attitudinal factors, and work together to 
support students 1 social competence. 

References 

Algozzine, B., & Algozzine, K. (2005). Building school-wide behavior interventions that really work. In 
P. Clough, & P. Garner (Eds.), Handbook of emotional and behavioral difficulties (pp. 273-284). 
London: SAGE. 

Algozzine, B., & Kay, P. (2001). Preventing Problem Behaviors: A Handbook of successful prevention 
strategies. Thousand Oaks, C.A.: Corwin. 

Arritola, K., Breen, J., & Paz, E. (2009). Increasing on-task behavior through the development of 
classroom social skills. Unpublished master's thesis, Saint Xavier University, Chicago, Illinois. 

Baker, S. D., Lang, R., & 0‘Reilly, M. (2009). Review of video modeling with students with emotional 
and behavioral disorders. Education and Treatment of Children, 32(3), 403-420. 

Bradshaw, C. P., Koth, C. W., Bevans, K. B., Ialongo, N., & Leaf, P. J. (2008). The impact of school¬ 
wide positive behavioral interventions and supports (PBIS) on the organization health of elementary 
schools. School Psychology Quarterly, 23(4), 462-473. 

Bullis, M., Walker, H. M., & Sprague, J. R. (2001). A promise unfulfilled: Social skills training with at- 
risk and antisocial children and youth. Exceptionality, 97(1-2), 67-90. 

Chang, M. (2009). An appraisal perspective of teacher burnout: Examining the emotional work of 
teachers,. Educational Psychology’ Review, 21, 193-218. 

Chen, K., & Estes, M. (2007). Social skills training in schools: Where we have been and where we can 
go. Hong Kong Special Education Forum, 9, 1-31. 

Chen, K., & Tan, S. (2006). Education and services for children and youths with emotional and 
behavioral disorders in Singapore. Preventing School Failure, 50(2), 37-42. 

Cheng, H. (1997). Kuo hsiao liu nien chi elm i li chueh hsien chi kuo tung cheng hsiueh tung she hui chi 
neng chi chi chiao hsiueh hsiun lien chih yen chiu [The teaching effects of social skills intervention on 
the social skills of sixth-grade students with ADHD]. Unpublished master's thesis, National Changhua 
University of Education, Changhua, Taiwan. 

Cheng, W. Y. (2010). A secondary two student, who wanted his peers to call him _VF Hin 1 , was reported 
to have distributed forty thousand dollars and eight iPhones to his classmates in school, MingPao (in 
Chinese). Retrieved November 30, 2010, from http://hk.news.yahoo.eom/artiele/101128/4/lhvl/html 
Clough, P. (2005). Handbook of emotional and behavioral difficulties. London: SAGE. 


155 



INTERNATIONAL JOURNAL OL SPECIAL EDUCATION 


Vol 27, No: 3, 2012 


Corkum, P., Corbin, N., & Pike, M. (2010). Evaluation of a school-based social skills program for 
children with Attention-Deficit/Hyperactivity Disorder. Child & Family Behavior Therapy, 32(2), 139- 
151. 

Corso, R. M. (2007). Practices for enhancing children's social-emotional development and preventing 
challenging behavior. Gifted Child Today, 30(3), 51-56. 

Doumen, S., Verschueren, K., Buyse, E., Germeijs, V., Luyckx, K., & Soenens, B. (2008). Reciprocal 
relations between teacher-child conflict and aggressive behavior: A three-wave longitudinal study. 
Journal of Clinical Child and Adolescent Psychology, 57(3), 588-599. 

Forlin, C. L. (2007). Inclusive educational practices: A way forward for Hong Kong. Chinese Education 
and Society, 40(4), 63-75. 

Fox, L., Dunlap, G., Hemmester, M. L., Joseph, G., & Strain, P. (2003). The teaching pyramid: A model 
for supporting social competence and preventing challenging behavior in young children. Young 
Children, 55(4), 48-52. 

Gilpatrick, R. (2010). Classroom management strategies and behavioral interventions to support 
academic achievement. Unpublished doctorate's thesis, Walden University, Minnesota. 

Gulchak, D. J. (2008). Using a mobile handheld computer to teach a student with an emotional and 
behavioral disorder to self-monitor attention. Education and Treatment of Children, 31(A), 567-581. 
Hung, L. (1998). ADHD hsiueh sheng te chiao yuyu fu tao [Education and intervention for students with 
ADHD]. Taipei, Taiwan: Psychological Publisher. 

Kirk, S. A. (2009). Educating exceptional children (12 th ed.). Boston, MA: Houghton Mifflin. 

Klein, J. (2008). Social networking for the K-12 set. Learning and Leading with Technology, February, 
12-16. 

Lane, K. L., Rogers, L. A., & Parks, R. J. (2007). Function-based interventions for students who are 
nonresponsive to primary and secondary prevention efforts: Illustrations at the elementary and middle 
school levels. Journal of Emotional and Behavioral Disorders, 15(3), 169-183. 

Lane, K. L., Wehby, J. H., Robertson, E. J., & Rogers, L. A. (2007). How do different types of high 
school students respond to schoolwide positive behavior support programs? Characteristics and 
responsiveness of teacher-identified students. Journal of Emotional and Behavioral Disorders, 75(1), 3- 
20 . 

Lim, L., & Nam, S. S. (2000). Special education in Singapore. The Journal of Special Education, 34, 
104-109. 

Morgan, J. J. (2010). Social networking web sites: Teaching appropriate social competence to students 
with emotional and behavioral disorders. Intervention in School and Clinic, 45(3), 147-157. 

Murray, C., & Greenberg, M. T. (2006). Examining the importance of social relationships and social 
contexts in the lives of children with high-incidence disabilities. The Journal of Special Education, 39(4), 
220-233. 

Murray, C., & Murray, K. M. (2004). Child level correlates of teacher-student relationships: An 
examination of demographic characteristics, academic orientation. Psychology’ in the Schools, 41, 751- 
762. 

O'Neill, S., & Stephenson, J. (2010). The use of functional behavioral assessment for students with 
challenging behaviours: Current patterns and experience of Australian practitioners. Australian Journal 
of Educational & Developmental Psychology, 10, 65-82. 

Poon-McBrayer, K. M., & Lian, M. J. (2002). Special needs education: Children with exceptionalities. 
Hong Kong: Chinese University Press. 

Reback, R. (2010). Schools' mental health services and young children's emotions, behavior, and 
learning. Journal of Policy Analysis and Management, 29(4), 698-725. 

Regan, K. S. (2009). Improving the way we think about students with emotional and/or behavioral 
disorders. Teaching Exceptional Children, 41(5), 60-65. 

Richardson, B. G., & Shupe, M. J. (2003). The importance of teacher self-awareness in working with 
students with emotional and behavioral disorders. Teaching Exceptional Children, 36(2), 8-13. 
Richardson, W. (2007). Social tools in schools taking root. District Administration, 68, 68. 

Rogers, B. (2005). Teaching students with emotional behavioral disorders. In P. Clough, & P. Garner 
(Eds.), Handbook of emotional and behavioral difficulties (pp. 245-259). London: SAGE. 

Ross, S. Romer, N., & Horner. R. (2012). Teacher well-being and the implementation of school-wide 
positive behavior interventions and supports. Journal of Positive Behavior and Supports, 14, 118- 128. 
doi: 10.1177/1098300711413820 

Royer, E. (2001). The education of students with emotional and behavioral difficulties: One size does not 
fit all. In J. Visser, H. Daniels & T. Cole (Eds.), Emotional and behavioral difficulties in mainstream 
schools (pp. 129-142). New York: JAI. 


156 



INTERNATIONAL JOURNAL OL SPECIAL EDUCATION 


Vol 27, No: 3, 2012 


Royer, E. (2005). The gap between research and practice: Achieving effective in-service training for 
teachers working with EBD students. In P. Clough, & P. Garner (Eds.), Handbook of emotional and 
behavioral difficulties (pp. 373-384). London: SAGE. 

Sharma, U., Forlin, C., Loreman, T., & Earle, C. (2006). Pre-service teachers 1 attitudes, concerns and 
sentiments about inclusive education: An international comparison of the novice pre-service teacher. 
International Comparison of Special Education, 21(2), 80-93. 

Siegel, C. T. (2008). School-wide positive behavior support programs in elementary schools. 
Unpublished master's thesis, Dominican University of California, California. 

Sugai, G., Sprague, J. A., Horner, R. H., & Walker, H. M. (2000). Preventing school violence: The use of 
office discipline referrals to assess and monitor school-wide discipline interventions. Journal of 
Emotional and Behavioral Disorders, 8, 94-101. 

Sugai, G., & Horner, R. R. (2006). A promising approach for expanding and sustaining school-wide 
positive behavior support. School Psychology’ Review, 35(2), 245-259. 

Tam, B. K. Y. (2004). Learners with emotional and behavioral disorders. In L. Lim, & M. M. Quah 
(Eds.), Educating learners with diverse abilities (pp. 201-231). Singapore: McGraw-Hill. 

Upreti, G., Liaupsin, C., & Koonce, D. (2010). Stakeholder utility: Perspectives on school-wide data for 
measurement, feedback, and evaluation. Education and Treatment of Children, 33(4), 497-511. 

U.S. Department of Education National Center for Education Statistics. (2007). Teacher follow-up survey 
(Questionnaire for Current Teachers and Questionnaire for Former Teachers), 2004-05. Washington, 
DC: Government Printing Office. 

Walker, H. M., Horner, R. H., Sugai, G., Bullis, M., Sprague, J. R., Bricker, D., & Kaufman, M. J. 
(1996). Integrated approaches to preventing antisocial behavior patterns among school-age children and 
youth. Journal of Emotional and Behavioral disorders, 4(4), 194-209. 

White, R., Algozzine, B., Audette, R., Marr, M. B., & Ellis, E. D. Jr. (2001). Unified discipline: A 
school-wide approach for managing problem behavior. Intervention in School and Clinic, 37(1), 3-8. 
Wright, D. (2006). Classroom karma: Positive learning, positive behavior, positive learning. London: 
David Fulton. 

Wu, C., Lo, Y., Feng, H., & Lo, Y. (2010). Social skills training for Taiwanese students at risk for 
emotional and behavioral disorders. Journal of Emotional and Behavioral Disorders, 18(3), 162-177. 


157 



